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Abstract 
Work integrated learning (WIL) provides an authentic experience of work practices in an occupational setting and 
the opportunity to develop personally and professionally. We examined whether psychological differences exist 
between WIL and non-WIL students (n=802), and if these differences intensify through multiple experiences.  The 
results suggest that more work-related experiences a student had, the more hope, agency, intrinsic goal orientation 
and academic self efficacy they reported (p<0.05). Thus it is not simply a question of the right placement at the right 
time, but that WIL is most influential when students consistently build on the gains they make via multiple 
experiences. 
 
© 2011 Published by Elsevier Ltd. Selection and/or peer-review under responsibility of  Dr. Zafer Bekirogullari of Cognitive ± Counselling, 
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1. Main text  
Work integrated learning can be defined as an authentic experience of work or professional practices and 
typically occurs in a workplace, community, studio or practice setting and can take the form of placements, 
sandwich education, professional training or internships. In the context of record number of graduates, tuition fee 
reforms (Browne et al., 2010) and increasing difficulties in securing employment post-secondary education 
(Chevalier & Lindley, 2009) in the UK, a clearer understanding of the psychological outcomes of work integrated 
learning is indicated to establish whether and how work integrated learning adds value to University curricula.  
It has been suggested that work integrated learning produces enhanced skills, knowledge, competence, and 
experience that increase employability and lead to more satisfying careers (Bates, 2008). Indeed, there are a number 
of documented benefits of work integrated learning such as better careers, salaries and degree outcomes (Powell et 
al., 2008). In addition, a range of personal skills and professional competencies have been cited as outcomes of work 
integrated learning, including decision making, interpersonal and self-management skills, the application of 
theoretical knowledge in workplace environments, professional networking, professional behaviour, and leadership 
(Costley, 2007; Crebert et al., 2002; Dreuth & Deuth-Fewell, 2002; Lizzio & Wilson, 2004; Rickard, 2002). Recent 
work ȱ ȱȱȱ¢ȱȱȱȱȱȱȱȱȱǻ¢ȱȱǯǰȱ
ŘŖŖŝǲȱ¢ǰȱ	¢ǰȱǭȱ¢ǰȱŘŖŖşǲȱ¢ȱǭȱǰȱŘŖŗŗǲȱ¢ǰȱȱǯǰȱŘŖŗŗǯȱȱȱsuggested 
that oȱȱȱȬȱȬȱ ȱȱȱ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gaining employment rather than the development of specific competencies or an occupational advantage later on 
(Allen & van der Velden, 2007). In support of this notion, qualitative studies suggest that work integrated learning 
GRHVDSSHDUWRLQIOXHQFHVWXGHQWV¶YLHZ of themselves for example in terms of their self esteem (Crebert et al., 2002) 
and self-efficacy (Cuzzi et al., 1996). Thus there are some discrepancies as to the specific psychological outcomes 
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A further area of interest is the way in which multiple shorter placements versus single sandwich placements 
may influence students psychologically.  Whilst sandwich placements are consistently viewed as a gold standard in 
work integrated learning, the value of multiple placements is of interest. It is well established in the literature that 
learning is cumulative (Cohen, 1990) and through the experience of diverse work contexts students gain the 
opportunity to continually challenge themselves and therefore grow in skill and confidence (Engel, 1997). Cuzzi and 
colleagues (1996) also established that placement rotations had a greater psychological influence than single year 
ORQJSODFHPHQWVLQWHUPVRIVWXGHQWV¶DWWLWXGHVWRZRUN, but there were no significant differences between multiple 
versus single placement students in measures of self-efficacy. The cumulative influence of WIL is an under-
researched area and warrants further investigation.  
In this growing area of research interest, the objective of the study was to determine whether students who 
pursue WIL have significantly higher self-concept, self-efficacy, hope, and study skills/motivation and significantly 
lower procrastination compared to students who pursue a more traditional degree programme.  In addition we 
investigated the influence of multiple placement blocks and multiple work based experiences to establish whether 
there is a cumulative psychological effect of work integrated learning.  
 
 
Methodology 
 
Sample 
 
A self-selected sample of undergraduate students, from all academic schools at the University of Huddersfield, 
UK (n=802), was recruited via email for participation in the study. Participants were recorded as either placement 
(n=261 [32%], 45 males, 216 females) or non-placement students (n= 541 [68%], 147 males, 394 females). 
 
Design 
 
A cross-sectional analysis of students was adopted to accommodate the varied placement programmes available 
at the University of Huddersfield enabling wide participation from all schools. Psychological measures, 
demographic and educational data were collected from participants at the end of their academic year. Although 
results unique to University of Huddersfield students are presented in this paper, the project itself is part of a much 
larger international comparative research study, designed and led by Drysdale et al. at the University of Waterloo 
(Canada) examining psychological outcomes on a global level (Drydale et al., 2011). 
 
Measures 
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Participants completed a battery of valid and reliable measures of psychological functioning; all measures were 
self-report and are described below; 
 
1. Trait Hope Scale (THS: Snyder et al., 1991).  
This is an 8 item scale which measures Hopes and Goals, with two subscales pathways ± developing 
pathways to meet goals and agency ± the confidence to attain goals. Reliability scores of the total scale range 
from .74 to .84 for internal consistency and from .73 to .85 for test-retest correlations. This scale has a 
minimum score of 8 and a maximum score of 64. 
 
2. Procrastination Assessment Scale ± Students (PASS: Solomon & Rothblum, 1984).   
This is a 12 item scale which measures procrastination, the postponement of goals and tasks. For the total 
score, the test-retest correlation was .80. This scale has a minimum score of 12 and a maximum score of 60. 
 
3. Self-Description Questionnaire III (SDQ-III0DUVK	2¶1HLOO 
This is a 52 item scale which measures self-concept, a set of learned perceptions, beliefs and opinions that 
individuals hold about themselves. The following factor subscales have been selected for this study: Math, 
Verbal, Academic, Problem Solving and General Esteem. Reliability coefficients for each of the subscales 
range from in the .80s and low .90s. ȱ¡ȱȱȱ¢ȱȱȱȱȱȱȱŞŖǯȱ
 
4. College Academic Self-Efficacy Scale (CASES: Owen & Froman, 1988).  
This is a 33 item questionnaire which measures the degree of confidence participants believe they have in 
various academic settings. Alpha internal consistency in two different trials, was reported to be .90 and .92. 
This scale has a minimum score of 33 and a maximum score of 165. 
 
5. Motivated Strategies for Learning Questionnaire (MSLQ: Pintrich et al., 1993). 
The MSLQ assesses motivation and learning strategies by University and College students.  It is designed to 
measure these constructs for a single course.  This has been modified to measure a general approach for all 
academic subjects.   
 
Demographic and educational data 
 
In addition, the following key demographic and educational information was collected: Age; Gender; Subject 
area; Current year of degree; Current academic attainment; Placement satisfaction and relevance to career and 
degree; Additional work related activities (voluntary work, experiential learning, part time work, etc).  
 
Ethical Considerations 
 
Ethical approval has been obtained from the University of Huddersfield School of Human and Health Sciences 
Research Ethics Panel. The research was executed in accordance with the BPS Code of Ethics and Conduct. 
 
Results 
 
Demographic and educational information 
 
There were no significant differences between placement and non-placement students in current academic 
DFKLHYHPHQWȤ2(4) = 7.47, p > .05) or age (t(714) = .87, p > .05). For further demographic and educational 
information regarding the sample see Table 1.  Whilst many students did report undertaking placements (33%) and 
other work related activities, the majority in each category reported that they had not done so. Current part time 
work (38%), placements (32%), and voluntary work (29%) were the most frequently participated forms of work 
related activity. Fewer students reported taking part in relevant previous work (15%), experiential learning (9%) or 
internships (4%). 
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Table 1: Demographic and educational details for the current sample 
 All students Non-placement students Placement students 
 Mean age   
(SD) 
26.48  
(9.26) 
26.08  
(9.44) 
26.97  
(8.57) 
Gender  Male 
192 24% 147 27% 45 17% 
Female 610 76% 394 73% 216 83% 
School 
Applied Sciences 86 11% 60 11% 26 10% 
Art Design & Architecture 111 13% 95 18% 16 6% 
Business 115 14% 91 17% 24 9% 
Computing & Engineering 29 4% 28 5% 1 >1% 
Education & Professional Development 105 14% 56 10% 49 19% 
Human & Health Sciences 247 31% 120 22% 127 49% 
Music, Humanities & Media 107 13% 89 17% 18 7% 
Other 2 >1% 2 >1% 0 0% 
Current  
Marks 
<40% / fail 6 >1% 4 >1% 2 >1% 
40-49%/ 3rd Class 71 4.4% 48 6% 23 9% 
50-59%/ 2:2 class 282 27.5% 223 26% 59 23% 
60-69%/ 2:1 class 564 52.1% 434 51% 130 50% 
70%+/ 1st class 185 15.5% 138 16% 47 18% 
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Psychological profile of placement versus non-placement students 
 
Independent samples T-tests revealed some significant psychological differences between placement and non-
placement students. Students who pursue placements at the University of Huddersfield had significantly higher trait 
hope (t(661) = 1.70 , p < .05), higher agency (t(661) = 2.36, p < .01) and improved test anxiety (higher scores 
indicate improved test anxiety) (t(531)= 1.89, p < .05) than their non-placement counterparts. However there were 
no significant differences in academic self efficacy, motivation and study skills or procrastination. Table 2 
documents the T-test outcomes and mean scores by placement participation for all measures plus the subscales 
reported as significant only. 
 
Table 2: T-test outcomes and mean scores (SD) by placement participation 
 All  Placement  Non-placement t 
Trait hope (THS) 
  
51.87 
(6.74) 
52.50 
(6.77) 
51.56 
(6.70) 
1.70* 
THS subscale: agency 
  
26.03 
(3.87) 
26.53 
(3.88) 
25.78 
(3.84) 
2.36** 
Procrastination (PASS) 
  
30.66 
(8.48) 
30.28 
(7.79) 
30.86 
(8.81) 
-0.81 
Academic self-efficacy (CASES) 
  
118.76 
(18.30) 
119.22 
(17.40) 
118.53 
(18.76) 
0.41 
MSLQ subscale: Test anxiety 
  
17.87 
(5.26) 
18.48 
(5.43) 
17.57 
(5.16) 
1.89* 
* Sig (1-tailed) at 0.05 level;  ** Sig (1-tailed) at 0.01 level  
 
 
7KHFXPXODWLYHLQIOXHQFHRI:,/RQVWXGHQWV¶SV\FKRORJLFDOSURILOH 
 
3HDUVRQ¶VUFRUUHODWLRQVXJJHVWHGWKDWWKHPRUHGLVWLQFWSODFHPHQWH[SHULHQFHVVWXGHQWVWDNHSDUWLQ, the greater 
their trait hope (r(661) = .06, p < .05), agency (r(661) = .09, p < .05), and intrinsic goal orientation (r(531) = .08, p < 
.05) will be.  In addition, the amount of distinct work related activity which students take part in also appears to 
influence them psychologically. A one-way ANOVA revealed that overall, the more distinct placement experiences 
a student had, the greater their trait hope (F(5, 662) = 2.35, p < .05), agency (F(5, 662) = 3.82, p <.001), self concept  
(F(5, 553) = 1.90, p <.05),self esteem (F(5, 553) = 3.27, p <.001) and academic self-efficacy (F(5, 540) = 2.02, p < 
.05). Table 3 documents the mean scores by number of placement experiences for each of these measures. 
 
 
 
Table 3: ANOVA outcomes and mean scores (SD) by total distinct work related activities 
  Total distinct work related activities (placement, voluntary work, p/t work etc) 
ANOVA 
(F) 0 1 2 3 4 5 
% of sample 44% 24% 17% 10% 8% 1% 
Trait hope  
(THS) 
51.54 
6.64 
51.09 
6.84 
52.19 
7.01 
53.48 
5.99 
54.88 
6.35 
52.14 
8.28 
2.353*   
THS subscale:  
agency 
25.69 
3.73 
25.64 
4.11 
26.23 
3.89 
27.26 
3.48 
28.25 
3.37 
25.86 
4.49 
3.817**  
SDQ subscale: 
general esteem 
70.75 
15.49 
66.08 
18.17 
72.22 
15.84 
73.79 
15.34 
72.63 
18.39 
60.57 
19.45 
3.268**  
Academic self-
efficacy (CASES) 
118.26 
17.06 
116.12 
19.70 
119.35 
19.68 
123.73 
15.40 
121.68 
19.33 
128.43 
22.28 
2.023* 
* Sig (1-tailed) at 0.05 level;  ** Sig (1-tailed) at 0.01 level 
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Discussion 
 
Students who pursue placements have significantly higher hope and confidence in attaining their goals and 
lower test anxiety than their non-placement peers, consistent with extant evidence (Allen & van der Velden, 2002; 
Crebert et al., 2002; Cuzzi et al., 1996). The psychological difference appeared to be intensified by the cumulative 
effect of multiple work-related experiences. The more work-related experiences students have the more hope, 
intrinsic goal orientation, confidence in attaining their goals, and academic self-efficacy they have. This effect was 
consistent across both multiple distinct placement experiences and multiple work related activities (such as 
voluntary work, experiential learning, internships, etc), though multiple work related activities appeared to influence 
a greater range of psychological factors including positive self concept and self esteem. This is in contrast to 
previous evidence to suggest there are no significant differences in self-efficacy between students who pursue 
sandwich placements and those who pursue multiple placements (Cuzzi et al., 1996). 
2XUILQGLQJVVXJJHVWWKDWVWXGHQWV¶HPRWions and cognitions as measured by the Trait Hope Scale, Self 
Description Questionnaire and College Academic Self Efficacy Scale are more strongly affected by placements than 
their academic behaviours as measured by the Motivated Strategies for Learning Questionnaire and the 
Procrastination Assessment Scale. The significant differences in psychological profile centred predominantly upon 
PHDVXUHVZKLFKSHUWDLQWRVWXGHQWV¶FRQILGHQFHLQWKHPVHOYHVDQGWKHLUDELOLWLHV7KLVLVFRQVLVWHQWZLWKSUHYLRXV
evidencHWRVXJJHVWWKDWDQLPSURYHPHQWLQVWXGHQWV¶FRQILGHQFHLVDNH\RXWFRPHRIZRUNLQWHJUDWHGOHDUQLQJ
(Cope, 2000; Ward, 2009). Notably, there were no significant differences in measures relating to learning 
behaviours such as procrastination or learning strategies. Proudman (1992, p20-22) described experiential education 
DVDQRSSRUWXQLW\IRUWKHVWXGHQWWRµFRQQHFWWKHKHDGZLWKWKHERG\KHDUWVSLULWDQGVRXO¶and it has been suggested 
that the overall learning that students are involved in will be determined by a combination of the senses, emotions, 
cognitions and actions (Carver, 1996). Taken together with our findings, there is an implication here that work 
integrated learning has a much more wide reaching influence than moulding better students. An implication that its 
effect is, in fact, one of a more confident adult, better emotionally and cognitively equipped to face the challenges of 
the employment market and life beyond. 
Our results have specific implications for the design and delivery of work integrated learning aspects of 
University curricula. Models of WIL delivery that integrate a number of distinct placement experiences are 
supported, since these offer students an opportunity to be continually challenged, enabling optimum growth in 
confidence (Engel, 1997). In addition, the finding that extra-curricular work related activities such as voluntary or 
part-time work are positively correlated with positive psychological traits also represents an opportunity for HEIs to 
encourage students to look beyond the curriculum in order to enhance their wellbeing and job prospects (Atkins, 
1999).  
An important caveat to our findings however is the use of a cross-sectional design, as this precluded 
understanding whether the psychological differences reported are resulting from WIL or whether students who 
participate in WIL are different prior to commencing placements etc, which we consider the main limitation of this 
study. Future studies employing a pre-post design are indicated to further enhance our growing understanding of the 
potential psychological impact of work integrated learning.  The documented effects of multiple placements across 
all type of subjects also warrants further investigation, qualitative study into the cumulative learning experienced 
during multiple work integrated/work related learning would be of value to understand in greater depth the learning 
processes which occur. 
 
Conclusion 
 
Our findings suggest that it may not simply be a question of the right placement at the right time, but that in fact 
work integrated learning is most effective when students have the opportunity to consistently build on the gains they 
make through learning in a range of distinct work related contexts.  Work integrated learning appears to be more 
influential in emotionally and cognitively equipping students to face the challenges of the employment market and 
OLIHEH\RQGWKDQLWLVLQLQIOXHQFLQJVWXGHQWV¶DFDGHPLFEHKDYLRXUV7KHILQGLQJVDOVRVXJJHVWWKDWPXOWLSOH
placements may be superior to sandwich placements in this equipping process and that extra-curricular work related 
activity can also play an important role. These findings have significant implications for the design and delivery of 
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work integrated learning at undergraduate level and the way in which placements add value to the university 
curricula.   
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